ABSTRACT
perspectives what they think CLT is or how they implement it. In essence, inservice LOTE teachers, those teaching in the schools, have not been studied in any great depth. How is CLT understood in light of the fact that national and state directives urge communicative LOTE abilities? What is happening with CLT in LOTE classrooms? This paper aims to uncover a subgroup of LOTE teachers' beliefs and knowledge about CLT in connection with their practices which have been overlooked by both researchers and policy-makers. The larger study (Sato, 1997) This paper reveals Japanese LOTE teachers' beliefs and practices about language teaching and learning while also highlighting multiple data sources that provide information that converges and diverges, resulting in a more practical understanding of LOTE instruction. The application of multiple data sources to (LOTE) teacher education research is promising in providing clearer and more appropriate description of teachers and their understanding of LOTE teaching. Surprisingly, little has been discussed with regard to the mode of inquiry within such teacher education research focusing on teacher beliefs, perceptions, and thinking until more recently. Lee and Yarger (1996) claim that in order to make comprehensive investigations of teacher education acknowledging the complexities of context, studies should entail the use of multiple sources. Although the aspect of triangulation has been argued for in the wider literature concerning education inquiry (e.g., Mathison, 1988) , and, qualitative inquiry supports the use of various data sources (e.g., LeCompte, Millroy, & Preissle, 1992; Denzin & Lincoln, 1994a) , in the area of teacher education, it is rarely discussed. In this paper, the importance of multiple data sources will be outlined along with a brief theoretical perspective sketching the relevance of studying teacher beliefs, perceptions, and practices.
Then the participants and the various multiple data sources will be presented. Findings will then be offered from the various data sources to help begin answering the two research questions. Finally, a discussion concerning the use of multiple data sources and the findings conclude the article.
THE RELEVANCE OF MULTIPLE DATA SOURCES OR , TRIANGULATION AND THE STUDY OF TEACHER BELIEFS
Triangulation to some means the use of three or more differing collection strategies to affirm and articulate the validity of evidence each produces (e.g., Williamson, Karp, Dalphin, and Gray, 1982) .
In fact, Williamson et al., urge the use of multiple measures thereby making it possible to concentrate on the point at which a series of independent, indirect, and perhaps weak indicators converge to minimise their separate errors and maximise their overall validity (see p. 82). More recently Denzin and Lincoln (1994b), however, suggest that the use of multiple data sources (or triangulation) is an alternative to validation and not a tool or a strategy of validation. "However, the use of multiple methods, or triangulation, reflects an attempt to therefore biased" (p. 14). Therefore she places value on triangulation where one constructs meaningful explanations of the results which may be inconsistent or contradictory rather than offering a single proposition.
Collecting data that tap teachers' perceptions of communicative language teaching and their behaviours in the classroom is not easy.
Organisational theorists such as March and Simon (1958) suggest observing the behaviour of organisation members, interviewing members of the organisation, and examining documents that describe standard operating procedures as ways to determine the type of organizations and what people do in them. Another organisational theorist, Perrow (1986) concurs with these strategies but relays reservations about implementing them. For instance, he found observations took too much time and were costly and, in using interviews from industrial organisation workers, he questioned the extent to which the answers he received were accurate. More recently Kleinsasser (1993) investigated foreign language teachers' construction of their organisation's technical culture using data from interviews, observations, and surveys. He found participants in the study shared similar information across the three data sets while the data sets as a whole offered a more contextual understanding of foreign language teachers' workplaces. Regardless of time or energy involved, the quality of multiple data sets does offer a clearer and more detailed description of that being studied.
As Pajares (1992) reminds researchers of the dimensions in studying beliefs: "it is also clear that, if reasonable inferences about beliefs require assessments of what individuals say. intend, and do, then teachers' verbal expressions, predispositions to action, and teaching behaviours must all be included in assessments of beliefs" (p. 327).
It is important to emphasise that studies on teacher beliefs have been scarce (Clark & Peterson, 1986; Pajares, 1992) and have only gained prominence lately (Richardson, 1996) . In an important review of an educational issue, Pajares synthesised research on beliefs and argued that "teachers' beliefs can and should become an important focus of education inquiry" (p. 307). Pajares addressed numerous assumptions when studying teachers' educational beliefs. Among them, he contended that beliefs help individuals define and understand the world and themselves, epistemological beliefs play a key role in knowledge interpretation and cognitive monitoring, and individuals' beliefs strongly affect their behaviour (see pp. 324-326).
Moreover, Pajares argued that beliefs should be the focus of teacher development programs because beliefs drive actions and they influence how teachers learn to teach. Although Pajares readily admitted the distinction between beliefs and knowledge was not clear, he used Nespor's (1987) point "that beliefs are far more influential than knowledge in determining how individuals organise and define tasks and problems and are stronger predictors of behaviour" (Pajares, 1992, p. 311) .
Pajares
would contend that teachers' decision-making is based on their beliefs and aligns himself with Richardson's (1996) notion that "the teacher is seen as one who mediates ideas, and constructs meaning and knowledge and acts upon them" (p. 6). These views appear to contrast with traditional ideas that teachers can be trained (or told what to do) because teachers' decision-making supposedly is based on knowledge and skills (e.g., Shulman, 1986; 
THE MULTIPLE DATA SOURCES
Interview. An open-ended interview protocol was developed by the researchers to get teachers to talk about their language teaching and communicative language teaching, in particular. After an initial pilot interview of the questions (using teachers not used in the study and graduate students in Applied Linguistic courses), modifications were required due to the number of questions asked, the lack of thorough responses to some of the questions, and some questions being unclear. Consequently, the researchers developed and refined 20 questions following Spradley's (1979) (Glesne & Peshkin, 1992) . In addition, all notes were subsequently reviewed and expanded in detail on the same day following the observations to include further information (Glesne & Peshkin, 1992; Spradley, 1979) . Observations of Japanese class lessons were completed two to three times in each of eight of the Japanese language teachers.
Two teachers requested not to be observed. Naturally, there are disadvantages to each of the data sources. As mentioned previously, however, triangulation can be used to help alleviate some of them. Moreover, it is important to remember that with the interviews, the participants reacted to the questions at the time they were presented, they did not receive them prior to the interview. Here interest centred on how the teachers talked about the issues from their initial reactions. Also important to note is that the researchers in developing the research questions for this study did consider questions from a previous study concerning mathematics preservice teachers (Foss & Kleinsasser, 1996) . The observations did have to consider the issue of "observer's paradox" (Stubbs, 1983 ), but it is important to remember that the observer probably did shape, in part, the particular lessons observed. 'Me lesson could have been shaped either negatively or positively and only a longitudinal study would help uncover the manner in which the observation leaned. Nonetheless, the teachers were anxious in being observed and it was through discussions that two or three visits were arranged with each of those who agreed to be observed. In research, it is important to take into consideration the participant's wishes. These wishes were followed. Analysis. In the main qualitative, inductive approaches were used to analyse the data (see Glesne & Peshkin, 1992) . Data were perused and trends, categories, and classifications were developed for each source using procedures suggested by Glaser and Strauss' (1967) constant comparative method and other similar procedure descriptions or analysis suggestions from more recent publications (e.g., Foss & Kleinsasser, 1996; Kleinsasser, 1993) . Erickson (1977) This was her lesson. There was little interaction between the teacher and the students, not to mention among the students. Grammar points were explained deductively without any context clues, followed by mechanical exercises in textbooks.
Teacher B completed a lesson with year 10.
Although she attempted to use role-play, it turned out to be a dialogue memorisation task in reality. The data analysis from the questionnaire further compounded the interview and observation data revealing teachers had some sense of CLT-, but such views were rarely prevalent in the interview data and conspicuously absent, on the whole, in the observation data. Nonetheless, the questionnaire database perhaps provided information concerning teachers' passive knowledge of CLT, highlighting some evidence concerning their knowledge about CLT. Responses from teachers concerning the various items gave an additional perspective to the total data set, further expanding understanding with regard to beliefs, knowledge, and practice. In the next paragraphs, those items that teachers agreed with (mean 3.6 or above), disagreed with (mean 2.4 or below), and declared uncertainty with (mean between 2.4 and 3.6) revealed another part of these participants' understandings and offered additional "game pieces" to better develop practical understandings of teachers' CLT. Table 1 lists those items on the questionnaire that teachers agreed with, Table 2 lists those items that teachers disagreed with, and Table 3 language skills be taught and tested separately (29).
They thought simulation should be used to teach conversation skills (item 36) and language learning should be fun (item 48). They disagreed, as a group, that most proficiency goals set for high school students were unrealistic. , 13, 12, 19, 29, 34, 35, 36, 42, 46, 48) .
Nonetheless, it is interesting to note, when it came to specific teaching strategies, these Japanese teachers still favoured repetition, pattern practices, and dialogue memorisation (items 3, 25, 43,45, 17) .
Such results portrayed these current teachers a-s still relying on mechanical exercises. In addition, other items indicated that teachers were busy (38), had difficulties in teaching grammar because Ll teachers did not teach grammar as they should (47) Moreover, such data is needed to combat the overreliance on theory and policy and to begin codifying teachers' practice while documenting their beliefs and knowledge. Regardless of discipline or the macro or micro-level of study, multiple data sources hold significant potential in understanding the complexity in which teacher educators and teachers find themselves.
